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" Blementary: sthool teaching hss alﬁays been difficult. Demands on
; . -v s @ ) , )
teachers' time and energy are many (Jackson, 1968; Moore, 1967). -Train- v

ing is often iﬁédequafe for the job~(Koerner,.l964i Sar%son, Davidson} &

\\//// Blatt,”1962) ., The stfuctgne of the classroom unit and the milieu of the
v , { .

{

. . ' . .
. school make-teaching, for many, a very'lonely profession" (Sarason, Levine,
2 d ¢ 1
i

c.. )guIdenberg;‘CherLin, & Beﬁnétt,'l966). Particularly for young teachers

interested in inngvative classroom practice, there are e§tabliShEH tra- )’
. : _ /

- . . /
ditions and admiristrative obstacles to_deal with, usudlly wlth little’

-
an

. . support from anybne else.
. ' £

The gro&th of interestyin the open classroom as a new mode; of elej,
mentary scnodl teac'ing has in many ways accentyated these problems and,

at the same time, created a whole host of-new one§i With.its emp?asis on
megting the intelle;tuaL and emot%onal nee@é'of i;aiﬁiduék children, on
providing a:great divcréity of‘materials gnd ?ctivities, on in%igrating |
curficuluq areas afound projects distated by children's interests, the | .

* : - 3 3 ] . * 3 . -~
open classroom-demands a degree of effort, sensitivity, and imaginatiox

far gféater than the‘tréditional, textbook~based'classroom. »It‘?s a style ,

of teaching for which few teachers have recejlved formel training, and to .
.whach thej arg liely to encounter resistance from wary colleagues; ad-

ministrators, and parents Although there is no dearth of literature ron

the philosophy and t%th oue of open clgésroom teaching, there are very
few vigible fole»models for teachers to emulate., Many teachers interested
. L 4 /

..

<

o in making the move to=open educatign therefore.must do so in what feels to

[RIC ™" ety - oo
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them like a vacuum, and the. transition to the more opén approach fre-
¢ . -
quently entails what Sthwartz {1974) has called a’"growlb crisis for .

. 'the teacher"--a stressful phase of .uncertainty’ and conflict in which

.o .

teachers.need- support-end- help‘ o e s o

Durlng the 1972-73 school year, I had the'oppontunagy to serve as

a cogsultantfto a small clementary scheol in Oldtown, Connectieut, where

- [N

effortsswere. being made’ to move toward an open classroom approach, My

experiences there, the rationale tehind ny work, and the knowledge I

&

gained fram it are the subject fof this_paper. The climate of innova-
¢ - 1

P - \
tion and change surrounding the open educaticn movement justifies an

- . . v

expanded role for the school consultant, and I hope that'my own eAperl-.

-

' ‘'

mentation with thlu new role may have some 1mplrcat10ns for othefs em-

barking on consultation in open schools. ' .o

a
h

1 shauld ?egin by saying a little about my own background anditraén-
) »
1ng and how I came to. work as consultant to the Bradley School fdr I

think 1t,makes Ilbtle sense fo propose a model of consultatlon w1thout )
> N

considering-the interests and.- skills of. the individual consultant, At the.

- . | -

time I began consultatjon, I was.a third year graduate student infpsyoh-"

ology ‘at Yale University, My field of concentration was clin cal/community
. , )

psychology and child development, but I also had a strong intere t.in edu-

oation. Prior to comrenélnr pgraduate studx I had taught foupth radi

for. two Jears in a suburb?n elementary school outside HNew HaveA ponnecti-
cut, and, in addition to whatever flrst-:and experlence I paineaJin fnder-
standlng e%e role of the classroom teac er‘and :;e dynamics of schools, I

. + N

also developed a strong interest in op n education during the,time of my
) - . '
teaching. Shortly before beginiting teaching, I became aware of a vast out-
v - oo
pQuring of lftorature“critirjl of’the repressiveness of Amorfban':ublic edu-

cation (Goodman, 1962: Hentoff 1966 Holt, l964- Kohl, 196?; lozol; 1967)
\ .

and then a trlckllne of llterature hall;ng tHe inspiring deMelopmints in

»

- C . 1}
. v
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open classroom, integrated day teachlng which were occhrrlnb in England 1

- {Blackie, 1967; Featherstone, 1967 Kallett 1966). Even more of this

llterature appeared while I was teaching (Brown-& PreciouS, 968- Gordon, ‘

§

oo 6970 “KoHY, 1969, Pratt, 197035 Richardson, 1969, “Ridgway & ﬁﬁwton TGy

\

Rogers, 1970 Sllberman, 1970) and encourared me to experiment with the

' L open classroom approach--to as large ar extent as was possible given the

. - a . _
limitaqﬁgns in materials, administrative support,, and visible role models--
R .

1 . ]

of my particdlar school situation.

~

"I left classroom teacking behind to enter graduate school in the fall
e : - 4 .
of 1970, but continugd to ,take a strong interest in open education. 1In,
) e . N .

1970-71 I did am observation-evaluation study of an experimental open
. , + \
. y . . \

classriap project' in a New Haven public elementary school and also spent ®

- ‘4

two weeks visiting primary, schools, teachers' centres, and teacher train-

v { & ng éEllggeé in London, Ersland.” The following yéap,fihrough a regional

4

N . R 3 . N .
educational services agency, I coordinated # series of twelvefworkshops

: " S

on bractical aspecys of open.classrbom teaching for New Haven area teachers.
. . - ‘
Together with my wife (a teacher) and a spall group of other teachers and 4

arents, I helped organize The Teacher Center in New Haven, wiich, with
’ 1Y g )

.

N foundation funding it ﬁltimately received, has for die past several years

served as a resource center--offering a program of workshops, a library,

- - ‘ , . -
" an ipformal meeting place, and advisory services--for teachers interested
. . , . -

& .

i . . - o .
in'improving their on teaching. I continued to w{sit schools experimenting
: ' N

.

>

roving towards an open clgssrobm approach.

* Thus, by the spring of-1972, wheh the ¢pportunity arose for a school

.

o . ; - )
) | . P . . v .
ERIC in working in-a schooll which was, makin@gsome movement in the girection of

. . ’
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‘open education.

had been sending graduate students

in 0lafown to provide consultatién

-

s

in psychology into diTferent sqhools'

Seerceb.

(]}

For sever:zl years, the Yale *Psycho-Bducztional Clinic
A Y ) ]

v

-

Ke part of my own graduate

¢

.

<

'training in psychology,+I had signed up for the consultation ihternship
+ Yor the 1972-73 school year, and in discussing a possible schpol site .
. ' with %he liason persgn in the Oldtqwn School System (the town 5 s%pool

psychoiogist, herself a former-ﬁtafi menmber at the PsychoJLducational

Clinic), I was deliohted to learn that one of the elementary schools

1n town, the Bradleﬁ School (a small K-2 school in a mlddle class resi

ae -

dential area) was in fuct rov1nc towards an open classroom appro=ch anﬁ

»

that the principal there nhad expressed an 1ntenest in having a Yale con-

sultant work in the school. * S

The naturec of the Psycho-Educational Clinic's contract with the Old-
- . - ¢

‘

, . , X
towh schools was such that.tsgre were no formal requiremen or expecta-.

,. tions as to the précisec Kinds of consultative servicii I might provide.
F N ' M &

Some:graduate'students had in prévious years 'helped schools develop.spe-

cial programs (e.g., drug educatioft); others had wb>k&iﬂwith groups of.

. teachers and pafaprbfessionals towards tHe general goal of facilitating :°

staff communication; btheri‘had conferr wgtglteachefs about "problem
\ - ’ ‘ . ‘

children" -and provided diagnbstic'testi g\services.' I would have the &
. ¢ . . . ’ .

) . . i
freedom to negotiate any type of consulta role 1in my !'Ele which
e : 3 .

~ .

made sense, seemed appropriate, and in one way provided a match between
. . .

my dLn.interests and the necds of the school:

-
v

) My inteﬁg§ts in consulting were basically two:fold:, (1) to facili-
- v : . ¢+ ¢ (U
tate better, mQ}e "onen" tchhiné in the school by working with the

LI e

- - - - -
principal and with the teachers, both in their classrooms and in out-

©of-clascroom meetings; and (2) to provide diagnostic services to the
/

school by qopfégring with teachers qbout_"problem children'" and, ahen

appropriate, doing‘éiagnostic testing{5 This secoﬁd goal gfew out of

. e 1 -

.
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A

the fact that, concurrent with my consultation internship, I'was-alsq

d%ing a part-time internship in p#ychotherapy at a ¢hild guidance-clinic-
and wanted to gain as much expefience as' possible in diagrostic work in "

- -
+

va school §etting. I did got biew psjchological testing as an indispen~
slble pArt of the school congultant's role in the "open school "nalthougn, .

. /

,as 1 w1ll point out later, the testing aspect of my role ‘did 51gn1f1caﬂtly
affect the other work I‘did with‘%eachersg\ Y .

- * The needs of the Bradley School were never explicitly stated to me

-

8 )
before I began my consultation. The Oldtown school psychologist, who
) f

was.qu;te.familiar with the school, told me simply that the principal:

Mr. C., had never had a ponsultant in his school bdefore but knew that
‘ . - Pl : . : .
‘Yale consultants had worked in other schools ﬁ? town and wanted to have

one. Sne $as't clear zbout what he hopedd the consultamt might do in N

the school, except that she knew he would be receptive to my interest

in helning the school rove, toward its expressed goal of open education.

She also knew that in this school, as in every other Oldtown school,

¢ .

there wcre far more ch:ldren referred for testln& each year than che

N
. Yad

. could, possibly sccommodate herself, so that my interest in doing di

A - . »
N

«. - nostic work would also be met with some enthusiasn. .
, i Lo

The school icychologisé sugrested I meet with Mr. C. to.diecuss‘ﬁ

the possibility of my Qorking at Bradley the following year, and she.

volunteered to tell Mr. C. to expect a call from me.  Whep I bhoned

e - = MpeBe & -few-days-iater, he -ifivited me £0 Visit -him at -the sthool the— ' — - —]
. . L) hd DA

following week. , His reception,. when I arrived at the school, was Wwarm

o
i

E3
'L.

-

and cordialk. Hg showed me around the buiiding. pointing out'the various :%‘e
- . . ) L} [ *

innowstions which had been made: the block-building and library areas. ‘ .
- ¢ t ) . . ‘
set ug in, the corridor; the laorge, ‘open-space ropm where two teachers

were exnerlmentlnv with team teaching; the flowel Farden a\gpéﬁp of —

[ERJ!:‘ chlldxcr had planued on the playground, etc. He reemed proﬁd of hls

. . L/m o /‘& /
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the work I might do in the school the following year. I told the staff

. Horwitz . - . ] ' 6.

f . ’
¢

i
.Sch?ol buu also desirous of whatever help someone like ‘myself might be

A
ahle to provide. As the school psycholnglft had predlcted, hr. C. did

not have a very precl e idea ahaut what«fpeclﬁmewsarts~o@uaet1V1txeswa £ -

’
~ . - [} .

consultant would engage .in, but heywas quite'enthusiastie about lettin# 3

. . |
me pursue the general line of work which interested me, and he invited .

LY

me to come back to the school the following week, meet the teachers, and

disclss my consultation plans with them.

1]

When I arrived at the facuity meeting the next week, Mr. C. intre-

duced me to his ‘teachers and zllowed me to share with them my ideas about

~

a little about myIOWn training and exierience and interest in dpen edu-
“ L ] -

cation, and I emphasized that I was not an expert with all the answeérs

to- the problems of elementary teaching but that I wquld be conming to
’ -
Bradley t% learn and to work tozether with them'in finding ways to im-
prove the quality of kducation in the school. Mr. C. mentioned that,
4 ¢ '

as part of my rgle, I would be‘'able to attend the weekly discussion

sessions in,whiEh teachers were given an hour's released time from threir

’

classroom'duties to discuss matters of mutual interest. I responded

4
enthiisiastically to that sug gestion dﬁd also said I would hOye to be

able to confer 1nd1v1duallj w1th eeachers both within and out51de of

e

P

their classrooms about teaching issues'and'"problem children." There
.

was only a- small amount of time for discussion at this imitial meeting,

but several of the teachers voiced stronyg, enthusiasm for havrﬁ& me

L]

there to help I told the staff I would be looking forward to meetlng

them again in September and left the school feeling optimistic about
-\ . ‘

what would ensue. . '
- By the end of 'that @eetlng,athen, a basic contract for my'céﬁiul-

tation had been set. UWhat remained for me to work out was the specific

nature and focus of my work. ,_Although I didn't have much knowledge about
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_the pariicular desires ,agd concernsﬁbf thé teachers at Bradley, I'kneW\

- ¢

they were 1ntefested in open c}asuroom tedthlng, and I had a number of °
P .

general-ideas from. myﬂpnexaoup experaence \\~scﬁools .about..the k&ndswof

peeds which are felt by teachers worklngrln‘an elementary school moving
\ .
towards open education.? ‘ .

-

First of all, teachers need information and ideas. .The decision :
-, ' T * “
to move towards open classroom teaching necessarily forces e, teacher

to think-about new ways to organize her ‘classroom @nd curriculum, In-
, . s
. <+
evitably, many quesgions arise. How do I construct different activity
‘or interest argas fﬂ\mJ room? How s%ould I afrange the chairs and” desks?
What/ new materials do I nced to encourage children to worm independently?
[ . : J -
How do I make a pan balan#e? How can I use Cuisenaire rods? What QOegﬂ\
. ) -

a good reading corn€r look like? ihat are some sucd¥ssful techniques for

helpln chijldren to wrlue creativel; How can art activities be integrated
g ¥?

[ -

with -science project%? How do I start weaving in my classrodm?’ How can™

A o

. .
I keep track’ of the progress children are making w1thoue)u51ng class tests”?

How can I mbake sure children have a balance of different kinds of ;earning'

19
o,

1
experiences in school without over-sc%fduling their day? Can parents help

i

in making materials or serving as classroom aides?

Many E;achers beginning fg/:gpen up'" their classrooms are gropiug

-

for specific types of transitional moves they can make, but aren™t, sure

how best to procee&. Should'they'étart by having a "free choice' hour
. ¢ ' ’
during the afternoon and gradually expanding it to fill up more of the

school day? If so, what types of provisioning do they'need to 4o to make
y .

sure that children work productively and that the '"freedom" doesn't slip .
M \

into chaos? Is it better to "open up" by focusing‘onfone particular area

'

of the curriculum--mathematics, for instgnce?, Then questions}arise about

"what specific types ofcactivities to encourage as #lternatives to the -
‘ . i '

0
traditfonal teXxtbook, paJer, and pencil approach. What kinds of games,

.

!

P




.
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k

¢ v , . . . '
projects,.and dctivities will work? “To what extent can children work
. £ . . .

“own intérests?

Ehem, they'will.be faf less bored -and therefore‘lesi prone to dis_ruptive~

: but ip any.clasé}qdm,;:izé;tfansitional, or very traditional, there is
o

o ) ‘ S
and dogmatic, and how to deal with "offenflers'" in a manner which is

.~

—— s POTYINY U Lo Zot,

Horwitz =~ . S 8. ‘

. F.

without teacher'supervigion? How can projecté grow out of.children's

S ” f ) \

2 - e % s meememen e e i 1 «m«m:«_wmm.«-&w s ‘._@%—- arane -~ -««-«-J
. - g .
. . ' . -
- 7 :

Teachers also have questions about dealirig with discipline in the

. A 3
open classroom. Much of the writing on open education suggests that if

»> .

children are'free to talk to each other and move about the room, if théy'} .
. -

are'allowed 'to be actively engaged‘in learning about things which interest
- . rd s \ -

A

behavior. There is ne.doubt some truth to that $§a emenf abow! children,’

»

always deviant behavio¥—6f some sort, and teachers seed ideas on how. \
. . N . ’

best to' deal with it.. Many teachers interested in opeh education are

2 . ¢ ~ . ’
particularly interest¢d in the whole qg@s?ioﬂ of how to_set standards .
.l . N \ ) - . -
and nmake"their expéctations clear kitﬂgut being overly authoritarian .

/ -

.
‘.

democratic- and humane but also effective; How.can "distracﬁéble,“
' ' \‘/ . N ’
"hyperactive," and "aggressive" children be

. . .

helped-:to make responsible

c¢hoices and focus on their work without wasting their time and -dis~

- -
[}

turbing others?/ Can some form of behavior modification be utilized

\

«~with-individaé&~éhildren«in«the~eentext of an open classroom? (Ascare ' ... .. _

& Axelrod, 1973; Winett, 1973).. -Can children, through "class meetings"
N . . . 7
. \ .
(Glasser, 1969), "group- discussion' (Dreikurs, 1968), or other methods,
. ‘ . g_% 4 A . '

learn to deal with each others' problems s that the teacher is not the
A3

only person in the ciaéﬁ::j? responsible for handlihg emotional and
behavioral g.ssues?, £ i e

So, teochers moving “towards an "open" approach to teaching have

4

many practical questions regerdins classrocm organization”®and curriculum,

~

teﬁ%hing methog¢s, and ways -to understand and:deal with ih%é;ren's behavior.

. [} ~

But, in addition to information and ideas, teachers also nced support and . .
. . 14! .

- -
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encouragement. ‘Sarason et al. (1966) havé‘empgasized quite accurately

€

that‘teéching is a lonely professiok. It is especially lone}y'when one

‘.

K
R e ot RO T % LA SRR K 0 % e % R § e ot o e

. is try1n5 oht new ldeau and experimenting with technlques .one hasn 't

M -

used befpre. 'Innpvation requires cqurare, a willingness to ventﬁreu '
b T,
into the unknown and risk failure. For,teachers experienced ig . tra-
‘ . . 2 _ ’ , . . .
ditional, teacher-centered methods of instruction, the move to more

Yopen" teaching frequently involves a fundamental change in pr?}essional

4
L

) . L i . : . C. LS . ' L
self~image,"which can be quite unsettling, Teachérs in open classrooms - ’.
: . . . o i . Ctan sl
. often feel a need to discuss thelr-classrooms, to receive & little praise
‘. . .

. fqr thelr su ccesses and a little cunsolatlon Jfor the1r fallures. They .
often want sounding boards for tLe® new 1deas, cq}leagues w?p will sym- .

’ . ~

[ 4

pathize with the rewards, and frusgratlons of the teachlng role, offer
constructive criticiém when.ap roprlate and insﬁlre tnem to keewp trylnu. S
. . !
. , 'P:’requently; howeye:r,_ there arg tensions w1th1r§ the social system J
of'the school %hich'compbund the difficulties ;f meving $owards a more

.

. ; v ,
open teaching approach. In addition to their own self-doubts and un-

"‘»

., - . . . . .
certainties,” teachers may sense some ambivalence on the part of fellgw

~  teachers and,adﬁinistrators about how#far to go in creating open class-

N [

] . . . . S
rooms. Pressures to experiment with new methods, on the \ome -hand, may
. -\
a . \
"%e'counterAbalanced‘ﬁy pressures to keep ¢hildren quiet and maintain
" ‘ A ' -
- high acéievemenf test ‘scores. Teachers'wary about changing their tra-
) . : ' RN, 4 )

4 - a
ditional roles and classroom gyles may feel pressures,to conform to

(new ways" they 'don't ent1rely agree ‘withe Teachers eager to try new

~ pethods maygflnd themselves accused of"pv1iF‘too far too fast. Parents 1

] y .
@ithef in support,of pr opposition to open classroom methqgds may apply

{ ' ]

1 © a variety of’ pressures on tbe school, and pressures eitiler for or against.

’ -

,open education may also be exertcd from other schools 1n the sjstem. N
v . N

Q ieachers in schools monno toward open clas room\teathng thercfore need
ERIC : e
& m . . to be attuned to dlffer%pces of qvin j-and stylw, pres ures to change, (7
. y .

P ]
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oy . to net change,'ana to conform, both within'their own school staff-and but- -
. -
|
|

w b :/_ . . . . . ~

-, ] -
-gide the 1ﬂmedzate boundaxy of the rchool For ehange'to EF effective

VL g N‘ ’ ‘_‘

ano-smoobh‘*oomMQn%Qatigh must be” open, Bone&% éﬁ&'éehs{fibéf"Tédéﬁéfgrﬂ:‘"“
‘\ ". - ’.' ’ . M ‘ 0\7

‘ needﬁtg bgMable ﬁoégﬁara‘}deas and resources4 respect each other s 1nd1-

~

4 T e By ﬁ)' * ) . - ~
* . ' g
"vfaual dlffereuses, and deal effectfhely w1th'con£11ct N e
s N . . .
Ig.conceptualizing the naturc of my wprk as-consultant-fo a school

L4 ) . )
~ . .« . B .
\ —— - ' - 3

) y . ’ i
moving towards avkn qﬁucationf‘tﬂen, I sought to design a role which
. ‘ ' M \‘_

- " .
. . . 3
e . .

» : M ‘ . . ’
would take, into account' teacters intdllectfial needs, emotional needs;_

¢ A -, .

and.lnterpersoqal needss to help them gain information, fikd support,
. ‘ P J Y. ' - ’ . S " - . "“ ¢

and communicate efféctivelys Since, inm adéitiom, I-was interésted in. , - |

\ — . RN o e

-diagndStic'work..@t problem *schildren, the role I\envisioped'deman7ed o

. ‘ A R . T

- an integration of sWveral 'different aprroaches to school’”consultation. . .

/T’/ & a& , L -’ p . o a N . Y

‘=Part of mf role was derived from the traditional~psyéholog%cal ex-

L] * L < - ]

’ . . . ] .
s aminer model: i.e., desling with teachers' requests for-psychological ‘.F

.assessment of -individual children who, for -ond*reason or énqthér, are’

\ - . .
. )

)
E

not functioning well in school. 'As an assistant of the over-burdened o
= R . ‘ , = .
/, ./ : \ . - A -
. . town school psycho}ogist, I would receiye written referrals,. confer about

s .
2 . ’

them witlf the rglgiér teachers, observe the referred children in their
¢ - N _ ’ ‘
™. . v . T e o

classroom environmenys and, when approrriate, administér psychological .

.

tests. After'doing ny cléssroom-dbserVatiogsfand.whatever testing seemed

-. .

< . -
- . advisable, I woudd confer again with 'tre tenchers, report my impressions
° of the child's problems a-d make recommendations~for wayg to deal witﬂ
-’ ' . -

* . . . . < . -

72 them.’ Sometimes piﬁgnt copferences world be necessary mnd/or conferences

. . . - s

. : ] I . i .- A :
. with. gpecial teachers ih;the sclool tor outside'%pqcialists'dhd agenbies. g
' ’ : >, ' : vt
In this aspect of 5& consultation, the. focus was qn the .ps ycholorlcal ;
’ ., ‘
/ proSTst of individual childrean. In Caplan s (1970) terns, the nature of 4
I'd .

’

t

my work-was "client centered case consultatnon"Q-l.v., using spec1allzed

krnowledge to make an asses ment of thc-natnre of the cllent' (Chlld s) ,
o . < - > ‘ . N
, px;oble-'ﬁ angi‘zgccomendi‘ng how the q:or\lu"ltee (teache'r.) a_;bould deal with
v . . - )

~
..

IQ




"q calls "codSultee-center_ed case .consultatlon," in. which the ¢onsultant

H L

: ),not the sort of relatlonshap that one bullds through formal case con-

e £ e . X '
L] . .‘ . N \ ' . i ) v ) LI t. P4 " .Q -
R | 1 . . . ’ 4 ' ’ ' - > ! .
Horwitz . . ) « ' [ - 11, ~
T ’uﬁ e s . ’
A » ‘ v c ;-:

the case., Somdilmes, when handling,a partlcular chlld vas especlaIly .

. -

{
tfoubleeome for a teacher, my role ~would move closer to what Caplan

.
- s N . a {*
LR

» v . T - ’ . . N
..

fbcuses his main attentﬁon on - trying to wunderstand the nature of the
consultee's difficulty with 'the case and trying to help him remedy |

¢ .

3
)

t hls '.':“ . B . . B . ) . - A ¢ . A .
: From my own expsrience as a /teac wel% aware of the fré~
quently v01ced-compla1nt that sqvodl p ks merely tell teaqhers
. : .z,. .

what they already know, and that a pgychoLlest s dlagnostlccne%frw

often.little more, than a translatlon of the teacher s referral form

into psychologioal 3argon. (Schmldt & Pena, 196# point oys that many

aw .

teachers feel psychologists' test reports $§11 say the same thing. ")

" I was committed to making\recommendations which would actually help v

4

the teachersﬁeal mo;e‘effec ely-with the children-they referred for

- e 12 f . , N .
evalmation. Sometimes these recommengatiens would involve relatively
. ' e B . ’ ' N

* “

simple, straightforward npdificatiohs in the teacher's approach to dis-

-~

llne or. reading 1nptructlon with the‘!hlld But other times; more ;(

i‘ A
x R

x-fu damental cna’geéﬁgg the teacher's percept:on of and ways of deallng

wlth the chlldwmlght be called for. Somet mes ev1dence of misunder-

.

s{andlnv or mlsmanagement of a partioular child mjght suggest the de-‘s

é!rablllty of far-reachlng alberatlons an the tea.her s overall class-

room.approdch Ventdglng into such areas of coné”itatlon‘demands a re-
e, .

latlonshlp of mutual trust and respéct between teacher -and psychologlst,

o ¥ @ : /q

L - 4

. férences. and test repcrts alone._ Establlshlng informal, non-threatgning .

lines of communlcatlon, worklng to ret to kpow teachers and have thr

. oo - ~ -
. get-to know me, creating an atmasphere of t};ust--these‘ became,q}l

» Al ~
4 I3 - - » N L3 » .
priorities in my consultative role. |, . e S

< -

: 13 as. .-
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.

Thus the focus or the psychological probleuns of individual children
. . ‘ . . ' A
merged in many ways with a focus on problems of teachers. Given thé

.
~

proper atmosphere of mutual trgst consultation which was:initiated by

S . .
\vé teaoher s concern over a partlcular child could quite naturally spread

v N ’ - - .

into a mofe general discussion about the travails and frustratlgns of W )

P

%eachlngr’classroom organlzatlon, tensions between teacher and princi-

pal, etc. Part of my consultative role ther%ﬁore was to facilitdte ‘ j_ g
T sugh discussion and offer support and assistance around the issues \\; ’
which emerged. ) . . X . s -

Among., the models of-consultation which inspired me in my work were
those of Sarason et al. (1966) and Newman (196?) From both of these

writers came an emphasls on bulldlnv helping relationships w1th teachers
’ -

by snending time in their classrooms, chatting infermally in corr;dors,

staff rooms, and Iunchrooms, leétting them talk about: whatever‘concerned

them. Unlike Caplan, neither Sarason nor Newman presents an orranized

Ll

< ’ - D . . .\\ <, ’
theory of consultation or sets forth a guiding set of principles. How-
. . &~ .
ever, what is striking ir reading their descriptions of their work is
. ~ N N -

the attitude and style with which they dealt with tealheFs in 'schools:

(1) a sensitivity to the pressures and realities of the teaching-éi%ua-
»

tion; (2) a willingness to spend ti e listening to~t€}ehers and hpilding

dn atmosphere of trust; and (3) skill in wqﬁking cooperatively with
. -

teachers to find solutibnSgis a wide range of problems. In Sarason's

work in particular I was imhressed‘with the utility Of‘consultantfled
teacher ‘discussion groupsﬁ;g,vehicles for. helping teachers overcome the
- ™ X

feelings of isolation, loneliness, and helplessness which so often
- N 4

-

accompany their work, and I was therefore most intérested in incorrnora-
LA}

“tinr such discussion’ groups into my own consultative rcle.3 The emprha-

~
-

sis would be on (1) giving teachers a chance to "ventilate" theig feel-~
: . 0 “ }

~

ings; '(2) promoting. openness ‘in staff relatlons, anQ»( ) encourawlng

. a id « : - ?.

< -
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coopefative problem solving--i.e., helping teachers see tha? they have

y <

. U
many .protlems 17 common and can draw off eusach other's strengths, skills,

and.experience to solve them. ' ) Lo
. . i
\ . . . .. .

A Sindw’both lewman and Sarason approached their work with teachérs
« largely from a mental -health perspective, they, were less concerned than

. I intended to be with the practical issues of classroom organ#zasion and
. L
teaching technique. In my informal conversations with individual teachers
} ’ . -

‘and ir teacher discussion groups I aimed to spend-time dealing with a wide
'range of.eéﬁcétional as well as psychélogical issues. I saw my role not

rs $
merely as encourJger, conforter, and facilitator of communiqﬁtibn, but

also.as provider of in-service iraining and change agert in the school's
. \ : . : R . , .
. ‘ movemént- tdwards an open clasSroom approach.l' ) Tyt s
~ s . {v' 1. ’
- Ny ‘ -
‘ . Qne major consultative role .model which influenced my york was that

rd
. - c o ) . 4 )

~ N . .
* ) of the Adviser ip Enhlish(p?imary schools. This is a role which has

‘only recently besun to be introduced ip%q American education--most notably

througH’E.U.C.ls Follow Through and Open Education Advisory'Programi//

v
]

(Armingtoq, 1968; bussis & Chittenden, 1970; EDC News, 1974), through
Lillian’Vieber's Open Cogé?dor prograﬁ in lew York_Cit§ (Weber, i9?2,1975)
and through the University of Illihpis Fellowship‘Provram for leacher v
N Tralnero in Zarly Chlldnood Educatlon (Spodék, 1970 Snodek and Hanolakes,
1975)--though it has a .fairly long hl;torj in the British educat10nal /
system.5 In England, the Adv1ser is typically an experienced classroom
steacher, usually a fo;m%r school head, who works as a "flpatipg" consul-

* . tant in different ‘schools within his district. Some Advisers are sub-
Ject peC1a115ts (e. g., in mathematlcs; reading, or art) but many are
generalists who attempt. to help teachers in a wide varlety of ’areas.

» In(pome of the more innovative Edfcation Authoritfes in Enbland

»

‘ . where thLe Adv&spry role has been stripped o;\bhe evaluative furnction
Q .
[ERJ!: ' tradltlonally assoc1ated with the ”Inspector of Schools" role, the

v » ¢

' l\) ' T
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-t a

2', " Adviser's Job has primarily become just’ what its name implies giving
- . "//%gviée—fnot‘impOSing policies er engorcingA%tandards, not supervising,

the implementation}of presestablished curriculagp but; rather, workfng
in a ‘supportive caoacity, offering - solace:Jencouragement, and practical ‘ )
_;’ suggesé&ons, without threat of regrisal to teachers. huch of the Ad-
: viser-s time is spent inside teachers'.classrooms, observing'what 5
’going on, interacting with childggn;.demonstrating a teaching technioue
. w1th a small g;ouok bringing in a book ghatting informally w1th teachers,
RO sharigé informatio. on recent devefg%ments in other schools., Freouently E
/- ‘AdVISerS orbanize after=school workshpos on specific aspects of teaching

- N

_in which teachers,have epressed an interest--e}g., the new '""Breakthrough

i -

’

to Literacy" apgrgach to reading; surveyinj; and graphing in mathematics;' !
¢ N N N "
enyironmental and -nature stufies; ways to involve'parents, etc. In ad-

dition, they arrenge’ for teachers to .visit other nearby scho¢ls where

<&

they've notﬁced particdlarly exciting'things happening. Fundamentally, -

the Adviser's job is, as Jb6hn Coe, Senior AdViser for Primary Schools

]
.. .

in Qxfordsnire, rut it,”"helpinr teachers to growﬂ" in terms of both

t

sxill‘and,doniidence in. wotfing w1th children (Coe, 1974).

s The diversity of functions which an in-the-classroon Adv%ser,can-“” <t
* . \

4serve-for'a teaeher was drahatically demonstrated in an interview study
K
by Amarel, Bussis, & Chit nden (1973) of some fifty teachérs who had

PO . [

receivgdlhelp from adVisers in the- Oper Corridor prﬁﬁggg and other ..

American adVisbry serViceL. Analyzing tle interVieﬁfhrotocols, the
» ..’ : ,.
investigators/were ;ole to 1dentify thirteen distimit_perceptions of"

® 4 -

‘the adViser s role. Some teachers emphasized the type of supp rt they

could ' rather passively ”take in" from,adVLsers, while 8thers focused .

more on -thé mediating function of the adviser in stimulating and modi-‘
. ‘ - " . - ‘,
v ’ A .
fying thedir oﬁn ongoing thought and dctivity. The thirteen advisery
»

f°1f8s with examples of the types of spnponffassociated;wifh each, are
. 10, : T N
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o - eplaining ‘mons for specific actions 1n a theoretlc‘ context; providing

'( . S . ;
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as follows: . B .

I

. 1.’ “%erv1cexfdm1nlstrat1ve Agent™ (for examnle, the adv1ser brlng-

ing, making, or orderlnb materials, acting as buffer w1fh the school ad-

ministration). ’// . ’ ) A
, 2. "Extensiog of ?éacher” (the adviser working a§\a'"he1ping Rand"
2 w . '
in the classroom, providing additional experienceé for the children,# ~

O

2 .
helping with room arrangement, éte.). : . -

- . @ .
3. "Stage Director/Demonstrator" (offering specific directfbn,
[} " ‘ .
"helpful hints," and criticism, showing how to work with children, how

to use materi%ls, set up the room, keep records, schedule the day, et%.).}

.. "Diacnestician/Problem Solver" (identifying and analyzing prob—

lem ‘areas, adV1slng on specific proéblems involving children, room, etc ).

5. YEwmotional Stablllzer/otlmulator" {reinforcing, pralslng, boost~

«

ing mezzii; listening, "caring," inspiring a sense of group belonging).
6-‘

"Respector of Individuality! (accepting where the teacher is’ P
A\

and respeet;ng hls/her professional 1nte?r1ty) ¢ . .

?. "Provider of Altern atlvcs” (contrloutlng 1deas for the teacher

© to agapt later; conducting group meetings and arranglngvﬂggggh9p§7for_exf

’

- ploratlon of new ideas, ‘materials, and activities). .. " } ;ié
8. MExplainer/Lecturer/Theorist" (explica%ing principles ada'éx7 #

L

. : ' . . ot
literature on open educa;ion). - B ' .

»

9.' "Modeling Agent" (Qroiidiﬁg a model of interection with qhild:eh -

- L

over matexials/problems .or with other teachgrs over classroom/school issues,
ehavior). . v

so that the teacher can infer patterns of n

V' 10. "Apprecistive Critic/Discussant/Thoughtful Observer" (discuéging

matters in denth with the tcachcr, analyzing the clas sroom wori and ex-

panding~the teacher's own frampwork for evaluatiomLp'ig .

11. "Provocaulvc/Reflectlve Agent" (asking questlons to stimulate
. <4 s .




expericnce‘suggesf, that thg advisery role can be tremendously influential’

- after-school workshops, deserve to be menticned because I viewed them

thought, helplng the teacher to become avare of prorress an8 heeda,l

-, \
helping the teacher clarify 1deas) 4

*a

L - ”Leader/Challenger/Egtender" (stimulating continuing growth,

leading teachers to new ipsights’in'the teaching/learning process, act-
S . . L
ing 8s an "enabler" of the teagher, as%%hc teacher is an "enabler' of
d . . . , . . ‘ . s
children). - o L ) . :

. . ! -

13, ‘'"Agent of Soclal/Phllosoph:Lca1 Change" (nromotlnv new pat-

&terns of relatlonshlps among teachers, between-‘teachers and children,

between schqol and paréntl} and encouraging new prlor%tles in’'values

- b4

about learning, individual differences, decision-making,4@sponsibilityv <
' . . & .
etc.)s Coe ot ' - R

. s . s v . . .
ThHe varying ways in which teachers-¥iew the advisory role point N

~ b

{ e
out that {a¥ Adviders differ from each othergin terms of approach,

emphasis, preference, and style; (b) Advisers work differently with N
, L ] s,
dlfferent teachers, de sending on the ind1v1dual teacher's needs; and .

.
¢

(¢) Diff erent teachers respond in different ways to the presence and
. Q‘ ™
irrput of adv1sory help However) it becane clear in the interview data,
! 4

just as the ertlng on and my own impressions-of the British Advisory

' v
and helpful torteachers "Qvang towards an oven classroom apnroach.

]
P

Two asrects of the Adv}sory role, be51de the important function
qf offerlng d1rect a331stance to teachers in thelrfciiserOms and in

-

«s .

as essential gomponents of, my work.in Oldtown. One of these is the

amount of tlme the Adv1ser spends dealing with the school head or prin-
4 .

cipal.’ British Adviger John Coe (1974) empha51zes the importance of

forming good relationships with tha/head; checking in with him upon ar-

-

1v1ng at the §chool hav1ng lunch tpget ery*n the %/;al pub, suggesting

4 ’ N
.
‘ . - 40 ) " a
. L4
~ 4 - .
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f‘as Cohen (I9?2) po}nts out,“the

] . i
-
— * 2 & .

. Horwitz

‘gchool which is coping’ well with a |

own school is havang,

g

s, as weIl as in Amerlcan schools, th—/school

-

@ v1slt he could make to another

problem slmllar to one hi etc.. In the Brltlsh

] ﬁchodls of which Coe wﬁl

head or pr1nc1pal 1‘erﬂ)i ften the key to® progress 1@t%\lassroom.

\
.Sarason (1971)

mentpr of change»

1ndeed, de crlbes the prlncvpal as "the cnnclal 1mple-

L]

n

As chid admlnlstrator, declslon-maker, and tone-
" -, .

; setter 1n the school ‘hls ro e in the process of - 1nnovatlon is a c%n-

() . -
"

’ . .

ransltlon to a.more ”open" approach
« 4/,'
itional administrator's

"o

udlnal\changes ZIn? ethods of declslon-

o : A

role--"séglqhs and déep att

mak

. develonment, and sdpeff}h;on.Js

1

-

-

~

i“g, lnput of téaehers‘ adeas 1nto admznldtratlve pollcy,...staff‘

-

“

y ‘ r

1

[N

If teach@rs are to be encouraged to

» "

X

experlment with " hew teachlng spyles, channels of communlﬁatlén be tween

. ot

L)

staﬁf ana pr;nc pal must be open. Keeplng thesg channels uncluttered

T o ~

1tk~fears, susplclbnsa dnd mlsundcgstandlngs is often a dlffleult tas?

»

,«‘,

.,n

.,
-

e

but the ps;chqlabxcal consuliant or adbisen can sometlmes be a valuaole

asslstance. »d

) ’

-

-

LI

“

’ «

_'r,

-

. .

v .

y

© W

) et ' T :
A second aspoct Qf the open sdhoql aQV1sory role whrich deserves
’ ‘. K & . [

speclal cmnhasls 1s the functron the adviser serves ln keeping teachers

.

' < = \~ ﬁff
informed of 0nvortun1t1escouf51de the1r 0wn owhool tarlea more dbout

« . -
- P .

bl
open classroon teach}ns._ uncouraging teachers tocattend/WOrkshop at

-

a Iocal teachar-center, to hear’ a pertinent_leqture at'a Jocal college,

v - . B 4 .

to v1s1t an’ ‘exciting classrooﬁ in a nearbj-school, etc., 13 an 1Mportant
. r

Muck of the

part of the adv1ser JJb of ”hel ing teachers to grow.'

LY 4

kind of 1earn1ng a tezcher must do to become $killful in oven clcésroom

[ 3

&
work is 51mply not avarlaole in the pchool‘lteelf.

’ 13

Even jf thc advrser

»




.
Ed

° - ! toe. ‘. . " , o~ .
organizes workshops in the’school, there’ are many werkshop ‘topica that
- ' < -

~

- . M W~ ¥ o ' . LY
a Won't be covered and m2uy things that.must be' secn or studied or dong’, ! .

. s L. ) . -
elsevwhere. As, poster of brochures, announcer ‘of events,srecomnepder of
- . v N ‘ .

. . - l,°'

@ -- © . v . t ' N
; books, and suggester,of out-ofrschool learning activities, the ‘advisen/* /-

- . . . | - . .
-.consultant can do much to bfbadeﬁ teachers' exposure and deepen their .
. . . <
understanding of open7eﬁucation. .- o0
Lo e . . . .
To summarize thefyarious congultative roles which I sought to in-

tegrate in my work,id:Oidtownu'my intent was to focus on three levels of
L 3 . N » « N .

. . L - K ‘ ¢ . ‘
.school functioning: = Az, Do ey Yo
. .

(1) the level of the infividual child(/{;rogéh observation and diag-

nostic testing of chi}dren,'"case conferences" (Winicki, 1972), etc.
¥ .

(2) the level of thg individusl classroom, through advisory work

»

with teachers, ©dth in the clasSrooms themselves.and in out-of-class

workshons, discussions, and meetings. . - - .
' ] § - -~ -
T \ . . . o - i '
- (3Y the level- of the school as a social system, .throucgh consul?a-

~

/ﬁ\}ion.wfth the principai and teachers around iésues of staff cdmmunication,

sharing of resources, problem-sol{inf,'and decision-making (cf. Bidwell,

)

O U [ 1

1965; Gallessich, 1972).
’ . i ) -~ . .
Unlike other models -of school coqsultatiqn--some of wiich focus

- ,

. < [ ¢
equugively on mental health issues (e.g., Berkow%tz,‘1968;-0aplan,,1961;

Iscée, Pierce-Jones, Friedman, & MgGeheart&, 1967), soﬁe of which focus

. . .
exclusively on educational issues (e.g., the fields of curriculum con-
. - [ 4

~ .

" sultation and teacher supervision)=-my aim was to ¢oncentrate on both
. ’ : ' ."»,1 .
psychological issueé'(e.g., chilhren's'mental health, teachers' torale,
N [ Y - . .

"and gtéff communication) and educational issues (e.g., chassroéom orgéni»

zation,. curriculum, and tedching technique).
v¥/hilé.the multi-faceted nature of my consultative role stemmed from

.

. an appreciation of the great rénge‘bf nceds in open schools -and an at-?
4 “ . . o .

: . . 4 . ~ ¢
tempt to integrate siferal of my own divepﬁj interests in psychology and
- - - . . ,

" B o~
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o . - B - -~

2 "n . ;o e - . .
«s _ .~ education, it also.reflected, I now regplize, a gomewhat naive® indul-

e 4 .

' gence in what Sarason.(1972) has #called "the myth sf unlimited,resdurces' =~

H

L namely'; a belief that in épite of the very limftéd amount of time I had

oo

available to spend i@ tﬁs schbol;(two'half-days per week), not to mention

the limitations of my knowledge’and experience, I would be able to mﬂgs

P I . . . !
.ﬁignlflcant changes in the life of the school and move it well along the

i..‘.k- réad to.becoming a.model of Mopen education," doing many .a thorough

. diagnoéis of problem children along the way. In fact, I do/fegi that
. //’ the consultative model I evolved 'is a valid and wérkéble one, and I do
. , . . o )
think I was successful in meeting some of the needs of the school, but

»

my experiknce as a consultént also helped me to realize that real change

takes far more time add resources than I had available. I will return

to this point later, but in the section that foll@ws I would iike to "

e outline some .of the srecific things I did in my consultation and some’ )
. 1 R L. ,

of the issues, problerms, and achievements which emerged. . i

s 'In commencing'my work in the school, I.saw ny priméfy,taské as these:
. (1) getting acquainted, (2) building relationships, (3) gathering informa-

tion, and (4) establishing a structure for my consultation.

L3 ' L4

. Since I had already met with the principal and teachers in June, by
. ‘. ’ . N ' » i
the timé school opened. again in September there was. a-feeling that we / ;
. - ] ’

[ - . *

knew each other., I showed up at school—thé day before' the childrenjwefe <

P
. “ M

to arrive, when teachers were getting their classrooms fixed up for the

. annual grand opening, with the intent of reintroducin- myself, trying to
. ' see as many classrooﬁs as possible, and wishing everyone good luck. The

. principal, lr. C., invited me to join him and his-teachers at a nearby ’

restaurant for lunch, and I was made to feel very much a part of the s
) ’ i
staff. The discussiocn ‘hat .first day was relaxed snd cordial, and it y

v

served to set a tone of friendliness aid cooperation which made my entry

" into the school much smoother than it might have been elsewvhere. :
b : S e )

. ° . {“ i
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Returning to the §cboolxﬁhe following week, I met briefly with kr.
y M kY . ¢ .
C. to discuss how I should proceed with.my work. (I made it a general.

policf to check in with him every day.l arrived in the school, in part

to allow him to' keep track of me and know what I was doing, in part so

_that I could keep in touch with his concerns about the school). I was
X - r. w ’ b v

v, . s Ty s . . . .
ilnterested in ®ginning by doing some informal observations 1n classrooms
and sought his-advice on which classrooms to start with. //i:
Tite schaol had ten classrooms: one kindercarten (staffed by an
- N . b4

older woman wko had spent time visiting progressiwve infant schools in

.
.

England); a '"resource roonm'" for children with special learning problems; .

O

four first grade classrooms and!four second‘grade classrooms (two'of/
which were joined tocether by a movable wall which was opened part of
reach day to create a large team-teaching space); and one third grade "

classroom. - Very @uch aware of the limited_amounf of time I had avail-
able, I knew that I could éét plan to spend a l;Ftle bit of time in

each classroom each day and be of any use.to anybody. A good procedure
for beginning, it seemed to me, would be to select a fewiclassroo:ns to,

focus on, then gradually spread to some oth:urs later in the year. Mr.

N

C. agreed with thisai%;% and suggested that I besin with the second

r

grade rooms. The first grade teachers were a fairly inexperienced
1 - LY
and new to the school (all were in their second year of teaching), he
ﬁointed out, and probadbly wanted to be left alone for a while until they
. R

“gat things orgaﬁized" in thei oons. It occurred to me that it was

precisely because they were young, inexperienced teachers still get-

’

ting themselves and their glassroont routines organized thaﬁ they might.
be‘most desirous gf talking things over with a consultant {(and, in fact,

, that later proved to be the case); but I knew I'd get to their rooms
B \

eventually and.necded lo chooséé?omewhere in the school to gin to

»

. focys on, so I took iir. €.'s sugfestion{?gg began with the second grade.
’ ’ fope '

s . ' . .
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" I was struck by how freelf'they spoke to me tﬁat first day about the

-

‘think I felt most comfortable beginning my work in_the%; rooms anyway.
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Two -of the second grade teachers had responded very enthusiastically to

me when I first introduced myself to the staff the previous June, so0 I

“

Being a little unsure agggtvfow much the sc@ool-really~wanted my helﬁ
and a little uqeertain about my own ceﬂpitence, I felt best starténg
with teachers who seemed to like me. L

..Having decided, with tEe prinéipalﬂs help, where to'begin my work
in the school, the ne%t question Il had to deallwith was what I would do.’
I viewed myself as being in what Glidewell (1959) ¢alls the "obserVgtlon
phase'" of consultation--that stave of entry into the SOClal system where
the consultagt gathers information and gets acquainted with the people,
processes, and problems'of the setting, in ﬁreparation for interventions
he ma; make later. Although I knew I might well take a more ;ctihe ad=
visory sort of role.ih their classroems later, I felt it best to.be.gn-
obtrusive and relétively passive in my first classroom vislts, simply‘

: . -

sittlng in the'baek.of the room, observing briefly, and then talkiqg

: ~ -
about 'the classroom Mith tre teacher afterwards.

-

©

I started by spendlng about’ﬁ half hour each in two second gralle
rooms, then stood in ‘the hallway and chatted arother half hour with the
two teachers later in the morning when the1r children went out to recess.

Both teachers-had much to say to me about the tfoyblesome, troubled, and

. ./
otherwise difficult children th?gkhad in their classrooms that year--

. much more'difficult to handle, they said, than the previous'year's group.

. 7
frustratlons of Lheir classrooms. Both teachers sefmed to want me to

~

feel sorry‘for them, and I quite willingly rave them the sympathy they

sousht.* The somewhat apologetic .tone of their description of things
R .

they were doing in their classrooms midde me fee! that they were perhaps

afraid I would think their rooms weren't "open"/enough, and I think they
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needed to tell me about how “diffioul;" their children were in order to

' A I N . ) ’ ’
*justify the rather traditional téaching methods they were using. They -

a}ﬁéd me how they might, begin .to use "activity corners' in their rooms,
, o -
in a' curriculum.area with which

PO

and I suggested Etartiﬁ@‘wi?h oné& corner'
N . » .
& «

2

P .
they felt comfortable--math, for instance--and letting a few children at

s .
a time work independently there. I tried to make it clear that I sym- .

pafhized with how difficult it is workigﬁ'with children who have  behavioral

problems, but also tried to offer practical suggestions, when requested,

to help them think about ways they could "loosen up." .

In a subsequent visit to the school a week later, I de%oted-nes&ly

s

tbé entire morning to one sec¢ond grade classroom. The teacher was meet-
'iggfgt a-t%ple in the back-of the room witp a small re;ding gf9up when I
walked in; while the rest of thelclass wé? engaged in a variety of dif-
ferent activities dro;nd thé room. Wwhile she w;s carrying on with her

" reading éfoup, she asked me if I'd Yloolk at" a few of the boys in the

. , ‘s v . L]
class ,about whom she was concerned. It's difficdi&(to do passive, unob-
~ i ", . .

trusive obserwation in a class. following a more-or-less-open apwroach,

since children are allowed to get up out of their seats and -carry on con- .

versations” with visitors. I had expectéd,\Fherefore. to do some talking with

.childremabou‘t their worz, float around the classroom to get an overview

of the activities in\hrbgress, etc., but with the teacher's request'to

-

pay porticular attention to a few specific children, I now had even more
»

reason to interact actively with the children and get acguainte8 with their

classroom. My procedure was to walk aropund the room, sit next)to people
‘engared in various projects, and ask them about what they were doing.

In dealing with the ﬁ;fticuldr individuals singled out by the teascher

for scrutinization} I tried to function both as an observing clinician

and as an advisqyy teacher. One child, for exaqple,ntold me a poignant

]




‘cause his, family was moving ‘to.} new h.ouse and his father had told him . ‘oL
I also'soughﬁ ways to use these concerns as vehicles for teaching. Thus,

house and, when he had done so, helped him write “a short story about it.

and  had a éopd discussion about the )hape of the arrh and the difference

Horwitz : .. . ’ o - 23
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little story about how hé was. g01n3 to nriss his blrthday thls year be-

= ' ' » »'/1

that thé new house would have to be his only present. ﬂESLe keeplng an

ear oven for diagnostic information about the child's emotional concerns,

s

after ta%&ing'with the boy for a few-minutes about his family and his’
house, I asked him if he might want to graw a little picture of his new

- L}

12 ,
When I had first approsched this ¢hild, he had been working, quite half-

heartedly, on a lanzuage ‘exercise on the blackboard, and had beén~ quite

distracted from his work ty other children in th:‘room. By talking.briefly

v
-

with him, I was able ‘% rrovide him % far r icher and more meaningful

lanyuage experience than the "board work" exercise. My hope was that my
' ' .

3

» ‘ N - -
interaction with him might s€Fve'as an illustrative exannle to the teacher
. >

of ong of the most fundamental yet“diffidult concepts'in oven education:

\ ’ . -
how curriculum can grou out of children's actual interests and concerns. -

AJ

In other words, I was.irying to combipe in.my role both the function of
th# nsycho]o~1cal examiner who observes the chlld in hls classroom envir-

onment and the.funcﬁion of the‘adviser who, from time to time, enga’es ,

in some sort of teaching in the classroom to demonstrati to the teacher

how it can be done. :

’

_ I followed this apprOach,of modellng the ouildihg of currlcplum from
> .

children's interests with several sother children in this classroom and

iater in other classrooms as well. Two girls in the team-teaching clasg-

4

.

room one horning approached mekwith,a cardboard construction they had made,

“

and T told them its shape reminded me of the Gateway Arch in St. Louis.

They had never heard of St. Louis, so I asked them if tlley had a map in

- « .

their roon, and when they found one we looked for %3. Louis on the map

Ll

' . ’ e \)
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.in finding other cities ang‘states on, the map, and I felt T had done a

classroom teacher's role.

Horwitz . Ty s
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>

between a cjity and a state. When I left them, they werewau}te'in;olveh .

A - . L

good job of drawing,some soci@l.stggies,“in a'meaningful‘wéy, into the

. ¢ -
2

art progect they had shown me. . L . ST - e

For all my satlsfactlo‘ with 1ntercnanges llke this one w1th indive~

- P s

-

idual children, I was somewhat uncertain about how well my efforts -would
0y . i ;Y R N . | ‘
be appreciated by the teachers. ;As a new-comer to both the School” and

the adw?sory role; I‘wgs nore than slightly aprrehensive about whether

my teaching activities might be viewed as somenow competitive with the

I knew'that in Ehgland the Adviser at least

has the legitimacy of his formal status (a relatlvely  highly pald official

i

of the local school system) helplng to mitigate avalnst teacher reaent-'

‘ 4 .

ment. My fear was that my own status as a young, unpaid outsider nmight

make it easy fo¥ teachers to feel .I was trying to "out=teach" them in

~ +

their own clacsrooms, and that instcad of informing or insiiring trem

' [} ~ ~ _
~ . . -
“When I

with new teachinz idess, :I might simply alienate them. iould )

-

- recount to a teacher what I had done with a particular %hitd, thercfore,.

I tricd to be especially sensitive to the possibility that my own en-‘

. .
thusiasm about something I had learned from or done with the child might
» ) ¢ -~ .

be resented. »

" In fact, the teachers' responées to me in no way indicated that they

felt any resent ent about my interventions with their cnlIdren, and they
P

generally seémed qu1te 1nterested in hearing what I had to say about

- -

4

indivicual ch%ldren and teaching strategies. The fear that teachers

=

might see me as more compétitivc tgan helpful nonetheless persisted in

ny mlnd howcvcr, and thouch 1 continued to work wlﬂh individual children

- \ .

Jn a quasi-teacher-capacity durin,- my infermsl classroom visits, it was

actually with a certain amount of relief that I soon began getting involved

’

in psychologicaL;ZQE;;ng outside of the(%lassroom~ T

LAY
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rateful to me for working
k]
* With™®hildren in thei‘F classroﬂs, but I often felt the teachers were
. ] - "

more interested in showing me how strange and difficult the children

. .
.

.. I had no doubt that the teachers were

.-

- Y WEré,than in looking'at what I did with the children as a teaching
. - ;~ R . . . - P .
strategy tBey might also euploy. When I learned in a discussion‘with

: : - ~

Mr. C."that there were a few children in those second grade rooms with
i

-

whom he feltrtesting should be updertaken, I agreed, to do the testing. »

-

At the time,. I felt my motiqaiiqn for doing the testing was prImarily
L )

o to gaLn diagnostic e.perience, but I later_.r‘ealized,.in* retrospect,
\ that having my tire diverted—into testiné was in some ways & respite
from the awkwardness,'doubts, and fears‘I was beginniné to fee} in hy
~incclass advisorz-teacher role. ‘ L V. v’
As it turned out, the testing itsilf did a great deal to establish

‘ . e ‘ P
_my credibility amtmg the teackers and build up my own sense of competence

i

and "belonging" in the achoel. Taking indiﬁidual;children'out of the

. classroom to a testing room, -administering a bh&ttery of psychological
[ hd . . 2 , ‘a
e,

‘tests,kyriting up a report:

school normally provided

this was a function no one else in the

3 s . *
Taking over that function was therefpre hot

-~

in oconflict with apy one glse’s role, as being a "second teacher" in

“~

classrooms often seemed to be,™

.

. 4

Teachers initiated requests for ‘stn\ng

with children they found oarticularly baffling or troublesome, and having

R 4

g . . .
. someone like me take their request for help seriously and offer new in-

Siglts on the referred children .was Penuinely apnrec&&ted

-

7o

\

serve and children to interact w1th

‘
.
a w
[y

= +
*

-

"

.o
-
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To me,

¥

4

at

the beginning of my:term
‘%kgk?esbonding to-these e€xulicit requests\for h.;p'than it had felt 3% an

-

MOVing into .a testing role did not*mean mQVing out of a classroom

observer/adViser role; »houph,,it Simply m ant.redefininn the functlon

a consultant, it felt much nore comfortable

' adViqer floating from clagoom to clas'éroq'm in.search -of things to ob-

S

»

*,
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~

of my ohservatisns.- I expiained to thé*teachers'that to do a good 5sycho-

logical evaluatlon,‘qt was helnfui to observe the referred children 1n//////;
‘ their "naturagl" classroom environments as well as.ln the art1f1c1al en-
vironment of. the testing situgtien. In the course of each evaluation,

- v '

then, which normally spread out over four or five days, I would pick the.

. child up in his classroom and return him after .thectestdng .segsifn; spending

eifew minutes~of éach visit tovobserve him%n the contexf of the flow
of activities in_the.clas;room. In aedition, ; would frequehtly make
. , . - . i
“« -+ more prolonged observations on days when I 4as not testing. o
_Often duriné these.observation periods it was possible to chet%égﬁé&y )

4 - B
with the teacher not only about the child -being tested but’ also about other

issues that ceame up. The longer I spent ig the school, the more teachegs
‘e [ 4 ) . . .
-+, tended td confide in me about general prcblems in their classrooms. Walke-

M ‘.

1ng ilto one tgacber s ropm to plck up a boy for testing, for instance, I.

notlced that she had acqulred ‘some hamsters and that a couple of boys were

N ’ - ‘ . ” N

standing by ' the shelf on wnich the cage was kept playing with the little

K “ Snimaié. I remarked that it was Rice to see living anirals in school, and
{ . 4 ) . , » .
she te¥d me she thOJght'they weree just creating a lot of trouble. chiY8ren
X4 -
Were fighting over “who could play with them, one boy handled them very
’

T roughly and ceemed likely to harm them eventually, and they were so much

~-

bother to.feed and to clean, ' she explained. doreoever, she didn't really.

-

see how the kids wefe learning anj?hing from them anyway. I asked her

v f « - “
s why she had bought them, and she said she. had read thatopen classroonms .
LY . .
always have, animals in ‘hem and thou-ht it would be a good idea,.fhough
? N ! N ¢ [ 3 N

. -

she now thought they were rmore trouble than trey were worth. e discussed
ways she nlrht have chnldxen maxe a schedule to take turns playing with

the anli 1 and fe%d*n" and cieam.nfv thenm, ano then I ‘.‘cu out sore 1doao

about how she nnvht tﬂy to use the anlmals to enrmch her gprr1culum, fqr

ERIC S ’ ‘
ISnm* example, chlldren could w01gh and mea?ﬂre the animals and grapgh the chanfes

h - * ¢

LI Y 9,

. o




o
~

.

qpetc. (language; .scientific obg

P functions: it all
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that occur as they get bigger (math); :théy could write .down words de=

scribing what &~ ‘hamster feels like and how it moves, eats, sleeps,

rvation); they could make pictures of the

hamsters, build three-diménsional riodels, or construct ramps and runways

L ] -
for the cage (art). 'The téacher was very receptive to these ideas, and

we were able to have interchanges like that quite often’kintersﬁersed,
' . "

of course, with discussions abdht the children I was testing and how

-
a

they were doing in her class. - * )

- e

Frequently, atﬂthe conclusion of testing, I would have recommenda-

tions to make about an‘ihdividual child which might have implications

s

for the geleral structure and or manization of a:« teacher's classroom.

Depending on the needs. of the particular child, I might advise that the

teacher attempt to spend tize talking privately with the child each day, -
, / »

to give him a .chance té talk about some of the emotional problers h"was
‘ d

keeping peat up; or that the teacher have the child read aloud with

another girl in the class’in order to begin to disassociate her slowness
¢t ’ .

in reading from a fear of'disapproyal from adults; or that a child weak

-

in abstract reasoniﬁg but havinz strengths in manual skills B!’g;ven >

extrawdpportunities to build models in class. More than once the recom-
mendations made for a varticular individual ‘had relevahce for other c¢hil-
dren in thé class ag we}l;'but even when they dtd not, my feeling was /ﬂ K
that the recomhendations growing out of psychological testing.of indivi-

duai .children were 1nstrumental in mov1ng the“teacheru towards a more

voe

"open" apnroach in trgir claseroms to the extent that they helped teachers

understand that children have different individual nceds, abilities, and.

concerns and Should.therefore receive individualized teaching.
£ 4

-

5

Po sum up, then, s yc olecnical lesting served a'multiplicrty of

d some of my own enxiety’around the more diffuse

¥

role of adviserfob¥ver -1 had been pl‘&}p and alloged me .to do more

"~
< N " e

.
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. focused observatidns.in the classrooms; it helped build rélationsﬁlps
~ ' o :

'betweénlmi%glf:ap&"thé'tcéc@ersfand:thereby enhanced my.c?cdibilityfas,

a’consultant; it provided-a vehicle for me to makeprecggmendatiéns about

classroom practice which frequently transgended the. particular situation

» ., of the,individuals being tested; and it~contributea to my overhll effort

’

to.help teachers develoo more "Open" classrooms by p01nt1ng out the .

- . ' variety of xnd1v1dual neéds of children. ~ T .
4

Another fupction which the tester role)served was to:hQ}p me gain

v

access to new ‘classrooms in the school. As ngted earlier, I was advised

-

-

by the principal to ‘begin my work in the second grade classrooms, and
- . S
~initiali§ my testing referrals came exclusively from these rooms. - I

0

soon was. asked to test a little girl, new to the school, who had started
» the year in sécond'grade but appeared to be guite immgture for her age
and. had conseouently been put on a ‘schedule whlch had her snendlng half

of each school day in a flrs& gradm‘fbom. Since my pollcy was always to

observe referred chi%gren in their classrooms, I arranged to visit,the,

o . . R
"first grade‘rﬁém to observe the child's behavior there and discuss her

N .

sltuatlon V1t1 her teachcr. Throu;h an informal staffroom ch;t with

tnis teacher about the girl T Was testlng, I managed to get acguainted
o as well with the other first grade teachers who had seen mé around the

buildinqu,t hadn't rea}:ly ‘gotten to know me yet or find out what I was

> doing. Soon referréls for testing. began coming in from other first grade -
. & .

roops. ‘ . i
- ' ' t

found these young first grade teachers even more&willing to tak

\ﬂbpenly to®me about their teaching prooblems than the second grade teachers.
n , R . ) - .
Testing referrals provided a reason to invite me to their clmssrooms, but

-

once,l was there, the teachcrs were eager to discuss difficulties they

¢
ware hav1n~ w1th classroom manarement .and curriculuh.

As useful as the . bflef classroom COﬁfjltatlons were, however, thelr

Ay




- unteers were recruited to supervise the children during tHat hour, usu-
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4

i'[:;'me"act was Aecessarily rather limited, and tﬁéy also did little gp fur- - .
ther my goal of facilitating intra-staff communicaiion; AA imp;rtant ?‘

[ part of my work, théfefaré,‘gentered éroupd,the Hegkly,\hour-long,
‘gradé level staff meetings which the school principal had invited me

.

to attend, The structure ;Qr these meetings had’ been establishgd by

,

Mr, C. durihg‘the year prior to my commencing work at the school. For '

IS

one hour each week, all the teachers in a given grade were relieved of

their classroom duties and met together in the ‘staff rooh. wPﬁ;enﬁ vol=-

t

ally in outdoors play. The purpose of the meeting was multifold: to P
. : ) ) G . . . v
give teachers a "breather'" time each week when they could, dwring regulesr

( - ® ~

school hours, get away from the demands of their children and talk to-
. Ve - .
. i . - " . VT 3
gether about problems of mutual concern; to.provide an ogcasion for the .

EY ’ . . .

principal ta/disduss curricular er other matters witﬁ:ﬁhe teachers; to

< ’ .

k4 '

create a vehicle for encouNaging paréntal involvement in.the life of the

school. Mr. C, Mad told me about these meetings when I first met with.,

him jn the summer before I began my ‘consultation, and Ke made it c¢lear

to me that I would Se welcome to utilize the meetings for whatever wgrk-

_8hops or discussions I rmight warnt to have with teachers. Due to delays -
] ' M ! \

in rounding up-a sufficient number/g;/mothers to cover all the classrooms ™ .

.
~

, . . . ;
during meeting time, it was several weeks into the school year before

the first of the meetings actually toeok place; but they soon.became a

regular occurrence and a central part of my work in the sehool. ‘ -

- <

" The nature of my .own role in those meetings took somg time to evolve.

Althotgg,ﬁr. C. was no doubt very sircere in encoura~ing me to utilize the

8

meetings to run workshops and giscussion sestions with the teachers (he.in*. .

fact made a special effort to schedule the meetings\ for precisely the two
i

days of the week on whicﬁ I visited the“schoo;), I at first felt like somq-x'

ra ' 31 . ’
‘ . , 0N .
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what. of an?ansiliarylfigure‘ip them. Mr. C. frequently served as chair-

R B . . ~.‘l' . ) . .

,Man in the meetings, starting the sessions By making some announcements,
1 ‘ 1 .

then instigating discussion on sgme topic like discipline and occasion-

nally/asking for my "expert" opinion. I would usually try to give an

honest answer to whatever was asxed of me, though I often had to point

out %ha§ there are no simple answers to’ such questions as, "Why don't

E children.réspect thefr teachers today as much as they used to?" and that

role of 'guest expert on child nsycﬁology" if”

Ay »
. -

I really wasn't an experggand wondered what observations
’ e 4 /

had made-aﬁout thé issue. I would have been quitq‘pncomfortable in the
L ’ ‘;.) ’.‘
I ba?'been put into that

the teachers

.

o
° o, *

LA
position continuously, but fortunately I was usu!lly successful at di-

.
N

. verting attention away from me and encouraging »eaphers to share ideas

’

! among each other.?’ ’ -

o "

+In a good many.meetinés, Mr. C. stayed for only a few minutes or

failed'éo show up at‘all, nd; not sqrprisinglx¢ the-teachers generally

s

alking about classroom prodlems when he was not

971) has so clearly pointed out, the role of ,the

-seemed more comfortable
~ '
present.

*

princiyphl is often seen by teachers as a judgmentai‘and evaluative/one,
4

As Saras

\

M - - e . . : 3 3 3
however sincere the crrinéipal may be in his desire to help rather than

condemn teachers.

-

2

This situation certainly applied in the Bradley School,

/ "and there was a noticable sense of relief among the teachers on those days
Y .t .

’

' /"when Mr.,C. lsft éarly, and a far preater, feeling of involvement and open-

.

r neSs on the days when he didn't show up at all.

felt asruncomfortable being thére in the meetings as the teachers felt .

I have no doubt that he

having him there, and it was therefore not altogether surprising that

he spent so litg}e time in the meetings

gs which he himself had gone to

v

some lenaths to set up. trhere were other reaons which made

. .
-~ -~

,it difficult for bim fo attend the meetings.

Of course,

not enough ;esponsibilit,, Mr. C. was alﬁg)sugerVisor of olementary edu=~
[E ' . “~

3

As if béing principal were,

-

e
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‘cation. for the town and therefbre Had a double load of agministrativé

- »
I “

work to attend tb, idcluding,a busy schedule of conferences which often

il

“took him Mt of the school building. /However, I am now quite cofnvinced

. ‘. = i .

that above and beyﬁnd the problem of his busy sc¢hedule, Mr:.C. Qelcomed

the opportunity'to have someone else--namely gev-také responsibility for
thiﬁs;aff ﬁeetings. ! . ¢:. - ’

' OCCgsiona%iy lir. C. would show up and use the meétingtkime to dis-
cuss some pressing adrministrative mattér with the teache;s--éug., pro-

o

cedures for an uptomipg rduﬁd of read¥ng and math éckievement tests—=
and occasionally the meeéings wouldabe une%gectedly cancelléd.at %he

last mi;ute due to parent volunteers béing unable to come for the day
to superyisé the fhildren, but for most of the schoql year I wés'able'

to look forward to spendirg an hour eéch Yonday meeting with the first

grace teache;s and an hour each Friday meeting with the second grade

teachers to discuss matters which they wanted to discuss.

There were times I worried that the teachers might see ne as a
& .

surrogate rrincip2l in the meetings and.project onto me some of the

L4 -

feelings of resentment and/or fear they felt toward Mr. C. I had, in

fact, been introduced to them by their principal; they hadn't asked for

me. I was, moreover, the onlysother male in the school (barring the
custodian, that is), and in elementary schools malcness often seems to

carry with it a certain armount of power and authority whether one is

actually in a positdon of formal authority or not.

One ©of the issues I had to contend with, then, in working with

[

teachers in the staff rmeetings was the issée of authority. Steppings

b 13
into a situation where there was a tradition of having meetings ,planned
and dominated by the princiosal and at least the potential’ for seeing ne

im some*'way as an arent or representative or substitute for the .princiyal,

I necessarily had tpiwait some time until the t®achers began to see that

p=
4 \j3 . Pl
"
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the ﬁeetings reflly we}e for them: that they could determine what would

go on in tpem, and that'they?could talk openly about their gripes and .

. B . r)
frustrations without.fear of reprisal. To encourage the teachers to

.

-

speak freely in the meetings,fI had to build their trust in me as some- -

one who was available®o help-them, not as an authsrity figure. I also

« ' - [ Y .
had to build their confidence in their own ability to help themselves.

Ultimgtély one ¢f the major goals I saw for myself in the staff

meetings was. to develop a strpr‘ feeiing among the teachers that they

could serve as helping resources for eagg/other. That did not mean,

though, that I could not'ta%; an active role iﬂ‘the meetings, as facili-

.

tator of discussion, encourager,'SOurce of ideas, etc. If the teachers

-

were to see themselves as a support group for -each other, I felt, they

.
.

needed to experience the staff meetiﬁgs as truly supportive and helpful,

not. just as pleasant, -hour-long breaks frém the routine of teaching. In

N .

order for the megetings to reach a point shere fhey could continue on their

own successfully without me, I needed- to work actively to build up a mo-
~

mentur: of productive work in the greups.
. A -
For me, that task inwolved afg;licate balarce' between cofsultant as

eprrt ard consultant as non-directive facilitator. Alttough I did not
want to get myself into an authoritarian position in the staff groups,

' . .

I nonetheless recognized that 1 did have a legitimate function as an

authority (of sorts) on child psyéhplogy, grouy dynamics, and open edu-

¢ - - ~ .
cation. My long-range goal, in the spirit of 'Alinsky (1271), was to make
myself obsolete-~~i.e., to build up the base of knowledge, skills, and- ~

N ’ - . i .
self-confidence the teachers’ needed to function well without a consultant.

-

I knew, after all, that I would only be able to work ih the school for one "

year, and that it would be unfair and counter-:TZductive in‘the long-run

to make the teachers denendent on me. I was aware of the fact, often

stressed in the literature on consultatiop (e.z., Caplan, 1$70), that -
4 ’ ¢ . .
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the basic function, of a consultant is fo help develop the Tesources
within yhe consultee group which will allow it to deal better with :

problems arising in the future, lcng after. the consultant is no longer )

« - 4

available. But I also knew that I had some knowledge and skills werth -

.
.

. sharing with the teachers and that it would make little sense not making

’ - [

myself 'available to .them. It wdéuld, for example, be insincere and'un-
helpful to pretend not to know-the answer to a question about math cur-

riculum if I did know the answer. Aside from whatever value the spe:

. -

cific information I offered might provide, the whole process of infor-
mation-seeking and respbnsiveness to inquiry in which I-participated

could serve as a valuable model for future teacher g;owth.
Y

C I have often felt that onre reaéon curriculun rerains so stagnant
and repetitive in schools is that teachers feel they can'te-or shouldn't--

or daren't--ask other teachers how they handle specific problems I{he

classroon. For whatever reason--fear of appearing unknowledgable or:

incompetent, professional jealousy, or feeling that one's own problems

.

are.unicue and that no one else would understand them anyway--teachers
é;lvtooseldom_ask each other  for help. My intent in the staff meevings

&
was to create an atmosphere in which teachers did ask for help--not pnly
. /~
from each other, gut also fron me--and in which they received it.

Over the course of the year I worked in the school, the group meet-
- > - \ . \
ings moved through a pumber of phases. For seveéral weeks, the topics of

discussion tended to be either ab ct,and‘generalized or focused on .

spgcific individual children. Ofe second é}adg-level meeting, for ex-

ample, dealt with general troblems of_discip%ine, and teschers reclated
anecdotes about children ridiculing, making fun of, and figi.ting with

each other. In ancther rmeeting, this time of first grade teachers, the
. ) 4
general issue was. the inadeouacy of tke school's reading and math pro-
- . - N - v M »
gram, and the anecdotes centered around children who find the basal
. D

.

3
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readegs and thé math books téprdifficult and then feel inadequate or act

- - .

u9 in class because of their frustration. Teachers in both grade levels

wer& very concerned about ®disruptive," "hyperactive," or "disturbed"

~

childrén and seemed to relish the opportunity to discuss, their éexper- °

i

¢*  iences with these children. Occasionally, someone would have a sug-

gestion for dealdng with a specific "problem child"; ogcasioﬂhlly, I

-~ L
would be asked to observe and/or test the child in order to shed more.

» .
L

light on the rroblens involved. But the opportunity to simply talk about’
. . . . .
the children and to hear similar tales of woe from their cblleagueq seemed

to be very 'valuable to, the teachers, eveh.if solutions weren't always

= . «
[

forthcoming. ' . SRR o .

-

. Eventually, the teachers begap to express an interest in working
., ' M ‘* [} - /
on specifi%bcur;iculum areas. All of them, however '"traditional' or

» . Vopen" 4heir classrooms were,’ wanted to know more about how to "indivi-
I A . 4 '3

dualize'" their teaching. For some teachers, the gquedion came up in the

-

. ca‘i?xt of discussing reading groups and what to do with the rest of the

class while one'is meefing with a small group. Other teachers werc spe-
. ] v .

cifically interested in classroom games--how to make them and how te use

them. Others had more general guestions about how to "open up" their ap-
) i . .

mmes proach to language and mathematics and how to base their teaching more on

- active gnvolvenent of chiz;pen\andﬂintegration of subject areas. What

emerged from our discussidns was a plan- for a sequence of workshop ses-

sions to ve Keld in the regular meeting times to deal with some of these

’

»

curriculuz issues.
[} ) . . ,
For the first several workshops, I brought in a variety of home-nade

ratericls and some exannles of chiluren's work (mostly from my wife's clasge

room, alitourk I could hevé bprrowved them from arnother tcachqr),in or%pr to
- * N ’
demonstrate scne corcepts and activities which the teachers might want to

N N )
make uge of in théir own cLassrooms.v‘In the math session, for instance, I

. » -

S AR T . .

h 1
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. focused on thée use of manipulative materials arnd such activities as -
LN ' * AL

.weighing, balancin g, sdrveying, and graphing toﬁintegrate the develop- -
: .
ment of computational skills with the child's‘'exploration of his school

;environment I brought in a large'balanee scale I had made from scrap
llumber and old pie tins, geoboards (for use in simple geometry) made
fron plywood and rows of nails, and an enormous nictorial graph ch‘!t- .
ing'the results of a survey taken by a child in my wife's second grade

class on "how pany children have pet rabbits, hamsters, dogg, cats, fish,

“

turtles, ‘or cther animals." I also brought ifh an éxcellent series of

‘math curriculum giiees from .England (the Nuffieid Foundation math books,

N now distributed in the U.S. by John Wiley) which provide many illustra-

’ ~r
v

tions of ways math can be taught tprough active pg}ﬁects.

After showing the teacher's what I had brought in, I engaged them -

L Y N ~
in discussion on how they rficht experiment with similar types of materials

. and projects in theirrown rooms. Plans were made to spend & few sessions

constructing home-made curriculum materials and to solicit parents to

make multiple copies of them so that they'd be available in ample supply.
" 4

(Two pagticularly committed parents in fact ultiaately spent many hours

] N .

in the school naking classroom games and?blank books for children s crea-

’

W tive- writing.) Later in the school year,‘two of}th teachers brought in

a vast array of educational games and materials they h
RN
\ h

at the lotal teacher'r college and shared with@&he rest of t

=

made in a course ,

-

the mater1al$ had been* constructed and Lou they were being used in the
<

."' o -~
' classroom. At many points during the year, teachers wguld mention a game
) Ay
. or a material they had heard about, ask if other teachers had tried them,
. * -
/
.or bring in seme new thirg or idea which had worked well in their rooms

[

and seemed worth sharing.
L]

By mid-year, 'a spirit of cohesion and openness had grown up within

4
the #wo teacher groups, and the range of issues discussed broadened widely

1]
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beyond curriéuium. As the teachers got to know mevbetter,.they beéan

to raise an increasing number of concerns about problems relatlng to

.

staff communication and their ‘relationship with the principal. (All .
¥ s 4 . . .

of these discussions-took place on days whep lir. C. was absent from

.«

-

our meetings.) One‘isque‘jhat vecame. clear was that .the general level

’ - ' {
of trust within the school was extremely lew, and that resentments and’ v

-

suspicions of some magﬁituge were being harbored by various individuals
andsgroups within the’staff Among the second grade group, there were

strong feelings that the principal contlnued to feel very cr1t1ca1 of

them for their actiop during'a teachers strike which had ‘taken place ’
the,previous year. The strike had lasted just three days, and though

Mr. b. reportedly had been in éympathy.with ifs objeetives (for/ﬁ%gher

gay), the teachers‘belie;ed he still felt personally betrayed, hurt, ? I
and angered-by their part1c1pat10n in the strike action. The first

;

e
grade teachers, most of whom had not actually partlclpated in the strlke,

. \
alsp reported a_eenée of beingqmistrusted, disliked, and unfairly treated

’

L]

byrthe‘principal. Both .groups saw him asyunpreQictable, unreliable, and

suspicious. They'described incidents o; his actiné supportive at timeeJ

to an "open” agoroach to teaching, but tﬁen iéruptlx yelling at cbildren'

for talking in 4@#é€ corridors or réprimanding teachers f/or hot adhering

closJ!y enough,to the sqpool'systeﬁ's basal reai&ng program. They also

saw h1m as, being arbitrary and prejudlclal in his aIIOCatlon of class-

room materials in the school. The flrst grade teachers félt partlcularly

strongly apout,this,,claiming thattMﬁ. C. had béen ignoring them and their~

. ~ '» interest in mefe Yopen' jehching and had channeled most of the new maripu-
lative ﬁabérials; gaees, end equiﬁ@\nt ecqui:ed by the school into fhé
second grade rodms. - Even within éhe second grade etaf;~groupkthere‘was

——

. o ' P . _
o . a feelinpg that the two teachers working cooperatively in the larpe 'open

“a . . *
space' room had bteen given preferentl&lBﬁBeatment over the two teachers
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working in self-conttined classrooms. Collectively, the four second

grade teachers all felt thaf the nost oreferential treatment had been

! - 2 wm——— « =——

given to the one third grade teacher in the school (who usually attended

*

the second- grade staff meetings). This teacher was perceived as the"
principal's "favorite" or "pet," and ft was remarked that ﬁis positive

feeling toward hers stemmed from thr‘ fact that she had ¢ ed the picket'
ri

llne during the strike and had taught while her col%guesA stayed off

’ ¥

the job. ' P
Nt Although I had not ant1c1pated such strong competltlon over resources, ‘
—. A h 1

I was pleased when the issues of staff relationships wene‘?alsed in our r
group meetings, because my feeling was that it was only tnnpugh recog-~

.:;tyai'and open discussion of such problems that they-would ever be

-
- '

dsatisfactofally resolved. My role at the outset was to listen to the

teachers' remar%s, to clarify ambiguities, to sort out yirrational anxi- \d/a
eties from realistic conflicts. Discussion was gererally lively, animated,

_and open. Eventually, I began urging the teathers to come up with ways

. L, . . &

to resolve some of the problers they had been dlscu551ng "Why. not ap-

, % f

proach the principal directly?" I.asked. "Let him know how you feel.
- . , Al J . ? \
Tell him about the inconsistency you sense in his support for your ef-

forts to move towards more "open" teaching. Suggest ways you»think re-
. : 3
sources could be more equitably distributed in the school." But the

teaEhers all seemed convinced that 'to bring these issues-out into the

t

open with Mr. C. would only make matters worse. “He won't change," . [_,/

» ’

they told me. "That's- just the way he is. He's a stubborn mani;>We'Ve

tried before." ) ; ) . .
.. .. b N

Despite several hours of discussion -about different ;trategies Lthey

cduldrutfiize‘to reduce tensions in the school, the téachers seemed to

-

, \;el reslgned to’ the inevitability of poor communlcatlon w1ththgu-pr1AC1-

pal. Intexestﬂngly, the prlPCIDal, w1th grom I had also been consulting

M .
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individually, seemed to feel a similar kind of resignation. He was, in .
~

fact, still embittered over the previous year's strike and doubted how

-~ s s .

. 4 ]
much he could ever trust his.teachers. He also expressed some doubbtes=—\
over the competence of his first grade staff and whether it was worth
going to any, lengths td work. more closely with thes.’ But more impor-

tantly,fperhaps, he was.beginning to have, some serip" doubts 'about his

A}

own ¢ompetence as a principal and confided to me that he sometimés felt ~
he was just.not very good_at the job. ° .

What came through from my discussions with both Mr. C. and his tea-t -

chers was a feeling of h6peles§£ess about their relatiomShip and a sense

that, upsetting as it wss, nothing'could’be done.to, improve it, Bging
. . ¢ . .
C., I found myself in a very sensitive position, {hough I never gelt any

pressure to sérve as mcdlgtor. No one ever asked 'me to pnss=messages, J .

-
put in a good word! or arbue a point of view with anybody g}se, however

nuch it may have been their fantasy that }fggght do.so. But I was clearly
. . \\A s ¢ .
‘seen as a shoulder %o cry on {or at least an ear to complain to).Py all
. . . . - . » v ..
- ‘ G'/ .
parties. hat I found dis pointigg was their unwillingness--or inability--
: . ‘ &

to move beyond complaining, lanlng' and mutual incrimination to con-
structive action. 3y the erd .of tkLe school year, aithough I felt I under-

stood tﬁ% soci polltlgal s,steﬁ-of bhe school much better, I hadn't- .
1 s N

helped to change it a% mhch as I had hoped 1 would._‘

-

~y \
Part of "the reason for* my lack of'success in lessening staff tension
s clearly a mattsf of time. Despite my'understanding of aﬁd agreemeé?)

w1th Sarauon s (1971) p01nt that efforts to undertake change must e made

Pl

with an appropriate time Qerspecﬁlve,.l realize now thgt I Somehow believed °

s

that all tfle tensions snd misunderstandin-s that had been accumulating# - .

within the school staff for at lgast two years could be resolved and
+ . B ‘
gmoothed over iq a few weeks,4{puilding a helping relafionship in which -
Y R .




-

3. together. Focus,lng k\o much of their energy en how to deal wit'n Egypt

‘ s“\/L(}Ee/lr own differences with each other. There was ll‘ttle Use in con=-

o

"E#fwitz . ' Ce ‘. E 39,

seridus ahd&hreatening is'sues can be openly discusse’d tikes a great

deal ‘af tlme. Creatlng an atmOSphere in wh1ch ;‘oole w1ll be willing.

\

to take the risk of con"rontlng each other because they ih:ust eaoh‘ther

Sulficiently to believe that the confrontation is worth The effort--

- -

(Y

that takes even more time.‘ T simply was not available in the school

long enough to achieve the kind of bre‘akthrough Iwould.haveﬁike?to Lo
. < ) ) . . % - -I:'

-gee., . ‘
- B ' - I A )
’ s Another reason E/thfnk real c anges in teacher-pr1nc1pal communi-
3 & v
cation did not occur is that at some l_evel the staff seemed to need the

tension afl hostility which xisted. It has:ofton been said that Israel -

- - * .

would fal" apart frqm intramuraJ}conflict wereMot for the cc:nstant
’ ' P .

- threat of war with the Arabs Jghich holds its spar'ri.ng domestic groups

- and Syria, the Israelis have less :time to devote tO’I‘GQOI\ll‘ the many

» Q
‘complex 1nte¢nal ;ssues w'vbch h‘avé lonfr plagued thelr country. In a

way, 1 thin the teachers in. the bradley School played Israel to lMr. C's

Arab. By focgs:mgo trelr alssatlsfactlon on h:m] by seelng him as’the

" cause o‘f thelr problems, they fel* less respons:Lbﬂ.lty Sfor resolv1ng

A ¢

5
7

frqntlpg h1m dlrectly because he was v1ewéd as unconfrontable, dOing

» L]

”

..5a would only maxe, Qmore hostlle -acf. sthe popular Israe-ll view that

Y

"there's Just no way to get through to an Ar&b “) Yet by contlnulng

to talk as if everythlnp' would e fine 1if they could only reach a ‘bet-

’

ter uhderstanding with the:Lr prlnc:vpal they spared themselves frdm
av:mg’\to deal d1;ectlyyth.n the Jealoualeshand"'ho»stllltles they felt

towar% each other. (T he teaohers could Yiave worked out ways.to share
\ L}
curri/odlum materials-more equitably among thp various cla”'St;rooms, for

/

instancg.- There was no rcason to belleve ’N‘at the mere. fact that Inr. c.

N . ~

.

.gave a nev set of math bldcks to orne sccond” grade, teacher%cani\hw would Ob-
" - xe 4.L .

-
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. jedt if she shared ‘them with the other secand grade teachers or even
’ ; 3

M + ‘ ' -
‘ with the first grade .teach?s. Some sharing was, of course, done, "but

© a“

much more- time‘ was spent ¢ mplaining about who was given more than whom
. s N . R ' ¢

than on worxing out ways to redlstplbute what ‘there was.)

L]

.
. 3 - AL

The notion that soc1.al systens, ﬁ*ver wrought with d1ff1cult1es .

. d y

and dlssatlsfactlons, tend to stay the way they are because they need

to--i.es,. because” an en,uilibrium has been established which.maintains

o 4 '.\‘?ertﬁn ‘st’ability all the members of the system desire-—:\s,certainly -
: .‘ . . “ 1 c s LY . . .
ot a.&w', one. Indeeg, the organizational literature is full of de-"'-
L B » . .

scrintions of the: process~ by -which” systems resist change (e.ge, Bennis et al.,

K N
- 1961,1969).1\0 etheless, I do that'ww:Lth the help of a consultant such’

L , B .

-
° as myself, sope change‘ s.o:ne ning un of new ckannels ot'communlcatlon

’ anxunderstandlng, could have beén posslble at the Bradley School gn.ven

»

sedditional time. I was nalye to thlnxq@ould inake a freat de 1 of head- e
< - aL .

+

g way, in the few months I had t‘her‘, but I t-hln{ that some -dﬁf'lnlte progress ' . _
& "} LI

towarﬁs recovnlzrng‘,he nature of the staff rela.tlons dlfficult;es was

- .

.
4 . « »

¢ made and that further nrogr\ess %cjmlq have resulted "%'n my@ontlnutng on

. - § - -
., in the school another year. .- ‘ . N R ,J .
L. ; . ; Y ‘. ‘ S
’ ’ Looklnd‘ back over what* I was able to’ acnleve in my nine mont.hs

<

. work 1n the, school I .thinx there were a. ,number of real a,ccompllshmarhs c,

I certa.ln'ly had been helpful: w.z.th the dozen or sa ﬁndlyldual chllaren 1 . _"'
. ’ s | . T ). .
" @s'valuaﬂd', * I provided- a useful service. to teachers and the prlnclpal by .
i - 4 [ .'
) spendlng time talkin- with thfm, lg.st nlng to their problers, and of“erlng
" ‘ S 4 PR 1
S

T advice. T‘ne w0rksi'10ns I orgauzed fqr . t‘ne te,,chers had VlSlble.p’iJ Off .

«
~

‘in terms of progeMs they' then oarrl d out w1th their chlldren, as dld the

. N i s

*“:.dea sharlngf and m'atcrlal'--ma'fln” 646810nu .I encouraged. them to-have for

-

. themselves. At one .nomt durlng; the yeJr I ,nge a talk td the school P T.K.
* . . ' 0 9
' " on‘ the theory and pr"ctlce of .open classro"m tewachn,ng,' whlch I know was ap- s

.
.

g g
EKC" pre‘gly for cl ax‘lfyln{ to wary parents what 1t was the teachers wore gy - "
. 3 > ’ . .
. , . a4 t . ) ~

v -




Horwitz o , | ki,

’
. -4 R
trying ?b do in tﬁ;ir some?imesfoffbeat—lgohing roomsca At the end of
the'year: at,Kr::C.;s invitation, I'helped plaq7a series oileight work-
shops on different %sgects of oﬁén~;lassrcom teaéhing;hhich would be.,
offered to teazkers in all‘?ldpown elementary schools the following
Year. Althouhh &r.-C. was willing to let‘;e organize “those worxshops
: , r - , :

myself, I convinced him that it would be wiser to include his teachers

¢
-

N
in at least the selectlon of tOplCS for the worxshop series and arranged

-

a meeting‘involvi tﬁe Bradley teachers, M{ C., mysel?, and tke cd!f

ordinator,of the New HavenﬂTeacher Cente.. during which topics were se-

" lected for the series by matching what the Teacher Center had to offer
" with whet the Bradley teachers felt they heedgd. This series, covering

masbématics. l!‘;uage. science, and greative frggaxics. was held as
0 -

: : L 4

scheajled the following year and was reporteily very well received.

Despite these real achievemgﬁts in my consultation, thcugh, 1

nonetheless felt some frustration that more was not accomplished. I
: N .

-~

had had"wi;ionS,.when I first beran my consult;%ion. of the-school be-
. S o

ing well 6n its way to beco?ing a model of openm classroom teaching by

i 1 a s
the time I left i¢, and it was not. There are several reasons for this.

R .

Oqg.'of course, is.the ﬁdibt T have alfeady stressé@--that systems are

naturally reqr%tant to c'ange, and that significant change takes a lot

of time. Another reasoj,’ thoubh is something I have come to realize

L=

only recently, with sore reluctarce, and after visiting more than fifty

_ British prima}y schools as part of my doctoral dissertatiocn ;esearéh
. / ~ . * R
duriﬂg.the year after K left Bradley School: that good open classroom

teaghers are extremely rare, and that entire schqols functioning with

<

open teathing in the classrooms and open connunication between teachers
A ' o 4

and administrators are even rarer. I db not mean to sujiest thet open

classroom teachers, are born and not mgafe. . But I do think Chﬁé there is . °

=

A . . Al ¢ . .
only'a limited amount a consultant can do to "open' a school if the es-

o X .
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‘emot!%nai and cognlﬁive development, and a warm, 1ntu1t1ve style of

Horwitz | - - . ) ‘ . o, 4o,

Wy ~ e Yont 1n’tne scho

sential elements of~"open" teaching are not already present in the school:
II € -

(1) .sounad training in child psycholosy, with an emphasis on both

9

relotlng to children in ways which encourage them to 1earn independently.
(2) an appreciation of how to diagnose the,individual educational

. 7

needs of chlldren and to de51gn educatlonal activities at gn appropriate

A ™ . . N

developmenfal level to meet those needs.

(3) opportunities to learn from other open classroom.ieachers, by

v

aviﬁiting\zgtir schools, exchanging ideas and techniques at workshops, etc.

(4) ‘ongoing, daily support from a school head (principal) who also
i . ; R
is knowledgable in child developmeni and cfirriculum and who is willing

to take thé time.teo observe and advise teachers and to create.an atmos- .
[ . ' s [ )

phere in wpich they feel free to experiment-and to learn themselves.

« 4

~ (5)7a willimgness tq’won% very hard.

Needless to say, ibsis quite difficult to find schools where all
' .AA . N '~ - : - } -
these eleéments are preéént«-eﬁbn in Zngland, which has gained a repu-

. A g ; :
tation for w1despri:ﬁy,mnlementatlon of open classroom practlces. what. one

often finds in schools lack 1ng in one’Q;\another of these elements is a stylée,
. J‘

of teachzng vhic¢ n&glffers fram® tradltlonal tegzhlng only in its trappings.

The furnltute mayéﬁe arranged dlfferently, there may bve some 1ntefest areas

¢ A f * L
and a lot of n01se in the room--but children may stlll be pushed routlnely

[ 4 &

. through a,standardéﬁed cumrlculum withoéut real regard far their interests

s .
and concerﬁs, or, conversely, may be left entlrely to thelr own devices
]

o M

~on the mg§taken assump¥ion that,open's}assroom teaching‘means "let .the

- : ) /

cargful attention to the ndads. and dasires of children and act1Ve'contr1-

¢ &> - ‘

-

~
bution of ide ,and‘guidance frJL the.téafper. That means a sophisticatiqn,

' r N -

understand;np and denth of knowled*' which Tew teachers possess and” which

‘. »

-[:R\!: « even the best of consultanto cé"t proylde in a few months of school visits.

Aruitoxt provided by Eic:

& .

Kids dg\?habever they want." Done well, the open classroom recuires both § ﬁ
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If psychologists are to have a significant impact iﬁ”promgting the

spread of open education in this country, they can contribute a great

-

sleal in the érea of pre-serbipevtraining. "Ohild developmen£ and edu=
éational psychology, aé.they are often taught in' teacher preparation
programs, bear little rélatiop to the realities of clasgrodm life ~
(Sarason, Davidson}.&‘Blatt,~l962). There is a need for'more ;ffort

f§ design courses in.these subjects which will emphasgize the applica-

tion of theory and ‘research to real-1if® encounters with children.

Psychologists with interests in education can also play 'a role in con-
‘- . .

structing pre-service prograns whichtaellow teachers to experience -first- -

handqthe kindg of scientifip, artistic, mathematical, literary, musjcal,

dramatic and other activities which they would be encourared to t}y‘out
with their children. Vito Perrone's exciting teiyher prepar8tion program

at the Univégsity of. orth Dakota's Center for Teaching and Learnlng

.

(formerly called the New School for Behavioral Studies in Edacation)

\bould be a model for this tyne of teacher preparatlon in communities

throughout the couqtry (Perrone &,Strandoerg, 1971 Sllbermun, 1970,

A

8 ,
Ch. 11). Psycholoijsts can also helr in running sensitivi®y training

. ' ' :
nd ggreonal growth/groups to help prospective teachers become more

\ aware of their feelings, their styles of interaction with others, their
'.

ation to adthority figures, and other aspects of interpersonal com-
, .
munication vital to successful open classroom work.

) [

As important as the need for improved pre-service training is, v

. .

.. * ’ ¢ ,
though, I do not mean to sygrest that in-service training and'consultaf

.tion is,any less imvortant. Teachers need all the supndrt--through work-

shops, ‘after-school couyxses, and-in-school consultation--they can get.
“ - e

There are, in fact, many teachers already employed in schools who com-
pleted their pre-gervice ®aining loné‘ago but still feel motivatcd to

learn and chanée. ""The growéh of the Teacher Center movement in recent |
* »

"{\f . i (o . ¢ i
e

i

-
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yeé?s,has proverwthat teachers will givé up a conéidépable agount of

. : . . - - L
their free time to attend workshop ¥essions and share igeas with each

- - [

“','other on ways to improye and "open up" their teaching (Bailey, 1971;

-

‘Devaney & Thorn, 1975, Felman, .1975; Sh'anker:, 1973; Spitzberg, 1973; |
- ’ -

Syracuse Prog€tf“ 1974).Q-Psycholog1sts can: do .much to contrlbute to |

. the programs of such centers and/or to facilitate the crgation of new

N .

®centers by school systems or teacher groups.

4 .

. . = rl o .
In any work with teachers interested in moving toward open eduga- "
—_ 4 ? * A
tion, it is important to_have a clear image of precisely wpat it is that

- the teachers are mQving toward. The large mumber of vivid depictions of ‘ib

Y

good open classroom practice which now exists both in:print and on film

- ) -

can be extremely helpful in-clarifying.for the éonsulting'psychdlogist

the kinds of classrooms which can,result when teachers are sufficiently :

a®

~interested, motivated, .educated, ‘and supported to create them.. But }t ‘
is also importént that consultants and teachers alike hove clear images

.

-~ of-the sorts of transitional classrooms, somewhere on the continuuz be-

b4

tween traditional and open, which can be created. Marilyn LKapgood ar-,
: pl v
. . ‘ )
. gues persuasively for such transitional classrooms in her 1971 Saturday
.

.Review article, '""The Open Classroom: Protect it from its Friends,' and

1 have now seen enough classrooms which moved '"too far too fast" to be-. . .

) \fgeve ever more strongly that teachers need to move gradually towards.

- R .
their ideal '"ovenness'" or risk being drowned in classroom chaos. As

Hapgood says, "If .teachers can movc into a clessroom that offers .them,

- :
. . “ -

.secdurity at the same .-time it offers the students enrichment, everybdne .
. k 3

will have gainede...A5 the tescher becomes more skillful and the children
more acclimated, more and more can be attempted without the tireat of .
. . = . \ ¢\ ,
) disaster." = - - T .
- - . -

\The school in which I conshlted “in Oldtown was in an early transi-

~— - . . - )
t&'onal starvhcn I began my work in it, andﬁt was® still in an early *
) h » . ,

[
-

7

Y
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- . * . .
-

transitional stlge when I left. Although I d;h not succeed'in achieving'
my goal 31 transforming the school into a paragon‘%f onen classroom

practice, I realize that my .major mistake was mot in the means I chose

to reach my goal, 's0 much as in the over-ambitiousness of the goal it-
self. The teachers with whom I woiﬁgd lacked & great deél in terms of

training, motivation, and a working environment truly conducive to in-
. - R A ¢

‘novation, and I entered their system with extremely limited resources.

v

It was therefore unreasonatle to expect major transformations in the

\’.s B
life of ‘.. school to ensue in the one brief year I consulted there.

-

I do feel, though, taat I was successful in encouraiigé the te;chefs

to think more about their teaching, 5bout their children's learning

styles, and about the genefal atmosphere which pervaded the school.

ade during the time I worked in the
.

) [ 4 e
school, my hore is that those teachers continued' thinking ard growing

<¥Whatever modest gains I may have m
‘ 7/

-

after I left. ~.
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. Footnotes
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lIn the intervening -years, a large number of booiks-describing as-
pects of open educatien have been published. Among the best of these
Barth (1972), Fisher (1972), Hassett & Yeisberg (1372), Her{z-
berg & Stone (1971), Marsh (1972), Murrow & Murrow (1971), Nyguist &
Hawes (1972), Rathbond (1971), Silberman (1973), Stepheas (1974),
Weber (1971), and the 23-volume series+¥aformal Schools in 3ritain
T (1971). THRe now well-publicized.Plowden Report on primary edu-
cation in England {Central Advisory Council for Education, 1967) re-
.mains one of the'best-written and insightful descrintions~ef the ra-
tionale, philosgphy, and methodology of the "integrated day™ or "open
tlassroon” approach. ° .
. . N h .
2In an in-depth interview study of 'open classroom teaqhers in
igstchester County, I'. Y., Singer (1973) obtained data which confirm
ny impression that such teachers feel strong needs for training and .
consultative help. . )

Vs

3Newmari has %igce published a book in which she too emphjasizes the
usefulness of group worx with teachers (lewman, 1974).

4The notion of psychological consultant as provider of in-service
trainirg is not a new one. See, for example, McDaniel & Ahr (1965).

»

. ¥
; 5Several other American Adyisory programs, supported variously by
ivate foundations, school systens, and universities, are described

in Devaney (1974). Good descriptions of the rationalebehind the Ad-
visory approach may be found in Pursley.(1972), Rathbone (1970),. and
Yeomans (1972). "o :
- -
6Barth (1972), Devaney (8974), Hassett & Weisberg(1972), and Hertz-
berg & Stone (1971) all devote entire chapters of their booxs to discus-
sing new roles for the school principal in fostering the development of .
open education. ’ C ‘ ) .
P ’ ¢ - . - .
7Stringcr (1961) voinis out that organizations frequently harbor
the hore that their consultant will (1) speak as an oracle and (2) tell
them exactly what they-want to hean, Usually the consultant can't do
this, tut then he hgs'to either not gpeak as an oracle, which discon-
certs and disappoints;the consultees, or speak as an oracle but tell
. then what they don't want ta hear, which angers them.,” I concur with
Strinzer's observation that the '"oracular role" is sometimes difficult’
to rejéct.- . '

~ - .

A
8The sumpér wor<shous on the integrated .day sponsored by the Na-

e

tional Association of Independent Schools amd described in Yeomangs (1969)

provide an enually’impressive, though shorter-term, dode%wfor developing
the skills and understanding of open classroom teachers through active
encounters with elassroom materjals‘and-artistig‘self:expression.

9Se§eg{i Engi?gg7hrit;ngs are also noteworthy for the light they
shed on the rotionale ahd growtih of thé teacher center movement. Among
these are Pryixe (1970), Schools Council (1967), and Thornbury (1973). -
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